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Abstract: Translanguaging has been documented in previous research as a pedagogical resource in language classrooms.
However, the monolinguistic culture prevents the leveraging of this resource in language learning. In addition, despite the
extensive research on translanguaging, its use as a pedagogical resource is limited, particularly in the Philippine context.
This study explores teachers’ perspectives on translanguaging in Senior High School subjects where English is the medium
of instruction. Findings from focus group discussions reveal that the participants leverage translanguaging as a resource to
help students in knowledge construction, meaning-making, and problem-solving. This study concludes with implications
for policymakers and language teachers who believe only English will help language learning.
Keywords: pedagogical resource, translanguaging, senior high school, language learning, meaning-making

English was introduced into the formal education
system in the Philippines during the American
colonization and was taught to be the language that
would “civilize” Filipinos (Martin, 2012). It was
promoted “as the language that would provide the
Filipinos access to civilization… the life of reason and
prudence” (Martin, 1999, p. 134). The English language
was assumed to be a unifying language that would
respond to finding common ground of understanding

among the different languages and regional dialects
of Filipinos. Furthermore, the English language was
used and retained as the medium of instruction for its
advantages in international communication, economic
advancement, technology, and globalization (Madrunio
et al., 2016). One evident example is the notable rise
of the Philippines’ business process outsourcing (BPO)
market.
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However, the monolingual culture embedded in
language education policies (LEPs) of the country
still impedes bilingual and multilingual learning of the
students, given the diverse linguistic landscape of the
Philippines. Bernardo (2008) believed that developing
English language proficiency to produce Filipinos
competent in local and global careers does not entail
that Filipino and all other local languages be put aside.
He argued that “the manner by which English might be
used as a potent resource for the education of Filipinos
will need to be grounded in a sound and sophisticated
understanding of the bilingual/multilingual experience
of Filipinos, the complex network of competencies
that Filipinos need to learn in schools, the relationship
between languages used in learning and instruction”
(Bernardo, 2008, p. 44).
An approach to bridge this gap is translanguaging.
According to Li Wei (2011):
Translanguaging is both going between
different linguistic structures and systems,
including different modalities (speaking,
writing, listening, reading, remembering) and
going beyond them. It includes the full range
of linguistic performances of multilingual
language users for purposes that transcend
the combination of structures, the alternation
between systems, the transmission of information
and the representation of values, identities and
relationships. The act of translanguaging then is
transformative in nature; it creates a social space
for the multilingual language user by bringing
together different dimensions of their personal
history, experience and environment, their
attitude, beliefs and ideology, their cognitive
and physical capacity into one coordinated and
meaningful performance, and make it into a
lived experience. (p. 1223)
The following are the arguments for translanguaging
in language education. First, translanguaging acts as a
bridge in learning languages, as in the case of Mother
Tongue-Based Multilingual Education (MTBMLE)
in the Philippines (Perfecto, 2020). Perfecto (2020)
observed that teachers would use visual tools, direct
translation, code-switching, and metalinguistic
explanation to provide scaffolding and elucidate the
topic. The second argument is that translanguaging not
only develops a more expansive ability to use named
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languages such as English, Filipino, or Ilocano in the
context of the Philippines
but also beyond thinking simply in terms of
dual sets of linguistic resources or linguistic
systems. Translanguaging engages with the
acts of deployment of features that are most
appropriate to communicate a message to a
listener… translanguaging also looks at the
entire range of multimodal resources that make
up the speaker’s full communicative repertoire
– gestures, gazes, posture, visual cues, and
even human-technology interactions. (Garcia
& Otheguy, 2020, p. 10).
In this argument, the goal is not to make language
learners proficient in the target named languages. The
ultimate objective is to help them be cognizant that they
can make decisions about all the resources (linguistic
plus more) available to them when they communicate
in various settings in various modes with different
interlocutors. The third argument is that translanguaging
helps teachers meet some quality indicators in the
Philippine Professional Standards for Teachers (PPST).
The PPST aims to set clear expectations for basic
education teachers and become the source documents
for assessing teachers’ performance and their needs
for support in professional development (Department
of Education, 2017). The PPST has seven domains,
and translanguaging has the potential to address the
first three: content knowledge and pedagogy, support
for learner participation, and diversity of learners.
The fourth argument is that translanguaging solves
decades of debates in the Philippines that teaching
English will lead to less nationalistic citizens. It also
addresses competing debates about privileging Filipino
as the national language. Translanguaging breaks “the
traditional ideologies of language separation” (Cenoz
& Gorter, 2020). They further explained that:
Boundaries between languages have traditionally
been hard in education and have not reflected
the discursive practices of multilinguals, who
often use a wide range of elements from their
multilingual repertoire. In some situations
it may be difficult to distinguish different
languages because multilinguals use elements
from their whole linguistic repertoire but in
other situations and depending on the social
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context, multilinguals can use only one language
(p. 306).
There are two kinds of translanguaging in the
classroom: spontaneous and pedagogical (Iversen,
2020). The former refers to “the reality of bi/
multilingual usage in naturally occurring contexts
where boundaries between languages are fluid and
constantly shifting” (Cenoz & Gorter, 2017, p.
904). However, when teachers do not understand
the importance of translanguaging as a pedagogical
resource for student understanding and participation,
this resource may be wasted. On the other hand,
pedagogical translanguaging is defined as:
intentional instructional strategies that
integrate two or more languages and aim at the
development of the multilingual repertoire as
well as metalinguistic and language awareness.
Pedagogical translanguaging considers learners
as emergent multilinguals who can use English
and other languages depending on the social
context. Their linguistic resources are valued,
and learners are not seen as deficient users of
English but as multilingual speakers. (Cenoz &
Gorter, 2020, p. 300)
The uses of pedagogical translanguaging have been
documented in research. For example, it has been
used as a bridging discourse where students study
science in an English medium school (Probyn, 2015),
as a facilitator of deep understanding of the content
(Makalela, 2015), and as a means to help students
appreciate their multilingualism (Cenoz & Santos,
2020).
In addition, pedagogical translanguaging is
employed in (a) scaffolding through the use of the
mother tongue in language learning, (b) assisting
students’ learning in vocabulary and grammar, and (c)
creating a positive and safe space for learning through
building rapport and collaborative activities (Duarte,
2018; Karlsson et al., 2018; McMillan & Rivers,
2011; Madriñan, 2014; Ryoo, 2017; Pablo-Wrzosek,
2017). According to Nambisan (2014), students use
translanguaging to discuss content or activities in small
groups, brainstorm during class activities, respond to
the teacher’s questions, provide assistance to peers
during activities, translate for a lower proficiency
student, enable participation by lower proficiency

students, explain problems not related to the content,
and ask permission. For teachers, translanguaging is
used to praise students, build bonds with students, give
feedback to students, help low-proficiency students,
explain concepts, describe vocabulary, quickly clarify
during activities, give directions, and for classroom
management.
Studies viewed translanguaging practice to
maximize linguistic resources of both teachers
and students in knowledge construction as well as
problem-solving. Wei and Ho (2018) supported that
the purposeful alternation of languages helps construct
knowledge and maximize learners’ and teachers’
linguistic resources in problem-solving. Mazak (2017)
deviated from the traditional language perspective,
implying that language teaching is not a linear process
but a dynamic process in which students engage in
multiple resources of meaning-making..
Translanguaging was found to be helpful as
a pedagogical resource for meaning-making and
knowledge construction; however, there are only a
few studies that explore these uses. The present study
addresses the lack of studies on translanguaging as
a pedagogical resource, limited teacher participants
(Alhebaishi, 2017 Nambisan, 2014; Yuvayapan,
2019), and minimal studies in secondary schools,
specifically in senior high schools where there is the
more prevalent use of L1 (Alhebaishi, 2017 Turnbull,
2018) because most of the studies have already
explored translanguaging pedagogy and practice on the
elementary and tertiary level. The present study aims
to uncover senior high school teachers’ perceptions of
the uses and benefits of pedagogical translanguaging
in the classroom.

Literature Review
Despite the positioning of language separation
in English classrooms, translanguaging transpires
naturally in bilingual and multilingual classrooms
(Garcia & Wei, 2014). Cenoz et al. (2017) claimed
that translanguaging is dynamic and discards the
hard boundaries of languages. Garcia and Wei (2014)
asserted in their founding work on translanguaging
that the bilingual, multilingual, and plurilingual
communities use their languages flexibly and
dynamically. Because most of the learners in the
Philippines are multilingual, translanguaging is
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beneficial for them to expand their strategies in
navigating conversations in English classes and bridge
their identity of being native speakers and English
language learners. This is congruent to the study of
Garcia (2012), where he mentioned that multilingual
learners have only “one linguistic repertoire from
which they select features strategically to communicate
effectively” (p. 1).
Several studies highlighted the potential of
translanguaging as a pedagogical resource in the
teaching and learning process. In the study of Nambisan
(2014), students typically use translanguaging in
discussing content or activities in a small group,
brainstorming in a small group, responding to a
teacher’s question, providing assistance to peers
during activities, translating for a lower proficiency
student, enabling participation by lower proficiency
students, explaining problems not related to the
content, and asking permission. Moreover, teachers use
translanguaging for praising students, building bonds
with students, giving feedback to students, helping low
proficiency students, explaining concepts, describing
vocabulary, quick clarification during activities, giving
directions, and classroom management.
Previous studies contend that translanguaging
can also be used as a pedagogical resource in
knowledge construction, meaning-making, and
problem-solving in classrooms. Duarte (2018)
identified that translanguaging is used to leverage
the knowledge construction process in classrooms
where it is being utilized to (a) set forward a particular
formulation in terms of content, (b) hypothesize,
(c) recast and correct previous information, (d)
negotiate meaning, (e) quote from sources and
worksheets, (f) show disagreement/agreement and
appraisal, (g) providing counterarguments, and (h)
discussing appropriate wording. For problem-solving,
translanguaging is employed in paraphrasing tasks in
the worksheet, identifying and describing available
knowledge in solving tasks, and solving managerial
aspects. Garcia and Kleifgen (2010) uncovered
uses of translanguaging in meaning-making, which
include: (a) shifting discussion from one language to
another, (b) moving across texts that feature a different
language, (c) explaining in one language but checking
comprehension in another, (d) reading in one language
and writing in another, (e) discussing in one language
and writing in another, and (f) integrating students’
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language resources and using both languages flexibly
in micro alternation, and code-switching.
Based on the literature, translanguaging has been
recognized as a pedagogical tool for meaning-making,
problem-solving, and knowledge construction.
However, its uses in these areas are underexplored in
SHS English classrooms. Although there are studies
on translanguaging in problem-solving, most focus
on Mathematics and Science classrooms. Hence, this
present study delves deeper into identifying the uses
and benefits of translanguaging as a pedagogical
resource, specifically in these areas.
Theoretical Underpinnings
Translanguaging was initially coined in Welsh
as “trawsiethu” by Williams (1994). This term
was later on translated by Baker (2011, p. 288) as
“translanguaging.” This paper is grounded on the
description of Garcia and Wei (2014) and Wei and Ho
(2018) of translanguaging as a process of meaningmaking that entails flexible and integrated use of the
learner’s linguistic repertoire that goes beyond the
borders of named languages; it, therefore, permits the
purposeful shifting of languages to aid knowledge
construction and enhance learners’ and teachers’
linguistic resources in problem-solving.
The translanguaging process is argued to optimize
the linguistic resources of teachers and students in
knowledge construction and problem-solving. Wei
and Ho (2018) emphasized that translanguaging can
aid knowledge construction and problem-solving
processes in the classroom. Aside from knowledge
construction and problem-solving, translanguaging
was helpful in meaning-making, where students can
utilize multiple languages to negotiate meaning and
facilitate learning. In a translanguaging framework,
meaning-making involves students’ practices in
utilizing their multiple languages and experiences to
attain academic comprehension (Hornberger & Link,
2012; Sayer, 2013), amplify or reinforce competency
in dual or triple languages (Cummins, 2005), and
create identities (Worthy et al., 2013). Vogel and
Garcia (2017) affirmed that multilinguals comprehend
and make meaning out of communicative contexts by
strategically choosing features from their linguistic
resources.

70

Journal of English and Applied Linguistics | Vol. 1 No. 2 | December 2022

Research Design
The study employed a qualitative design to
understand and interpret processes and phenomena
in particular contexts, such as describing the use of
translanguaging in English classes. It was specifically
centered on grounded theory, which entailed an
inductive data-gathering process to allow the researcher
to discover new concepts, categories, and prepositions
that align with existing accounts of the observations or
data gathered (Glaser & Strauss, 1967).
Setting
The study was conducted in the City Schools
Division of Dasmariñas in Cavite, Philippines, which
was established on September 5, 2010. The Division of
Dasmarinas has eight public senior high schools and 54
private high schools. The Senior High School programs
(SHS) offer different academic strands and tracks
in the Humanities and Social Sciences (HUMSS),
Accounting and Business Management (ABM),
Science, Technology, Engineering and Mathematics
(STEM), General Academic Strand (GAS), TechnicalVocational-Livelihood (TVL) track, and Arts and
Design Track.
Participants
Because the research utilized a qualitative
design, the focus group discussion, which explored
how teachers describe the uses and benefits of
translanguaging, employed purposive convenience
sampling. For purposive sampling, the study recruited
participants on two primary criteria: (a) teachers from
either public or private senior high schools in the City
of Dasmarinas and (b) handling language, literature,
or research subjects such as Oral Communication,
Reading and Writing, English for Academic and
Professional Purposes, Media Information and
Literacy, and Practical Research. These subjects were
chosen because they all require English as the medium
of instruction, and all their outputs require English.
The present study also utilized convenience sampling
because the study was conducted during a pandemic,
so the availability of participants became a challenge.
Six teachers were recruited for each FGD session,
and the number of FGDs was based on the principle
of data saturation. Data saturation is achieved when
there is sufficient information to replicate the study
(O’Reilly & Parker, 2012; Walker, 2012), when the

capacity to acquire additional new information has
been accomplished, and when further coding is no
longer needed or realized (Guest, Bunce & Johnson,
2006). There were a total of 24 teacher participants
since four focus group discussions were conducted to
reach the point of data saturation.
Data Collection
Informed consent was sought from all participants
before the study. The study utilized a single focus group
at a time, and to reach data saturation, four single focus
groups were conducted. These focus group discussions
were administered online because of the COVID-19
pandemic. It was employed in an online environment,
specifically Zoom and Google meetings. The online
focus groups addressed the current problem of faceto-face focus group discussion. An FGD guide (Table
1) was given to the participants about the meaning of
translanguaging and its difference from code-switching
to avoid confusion. The guide was also explained to
the participants, who were given time to ask questions
before the actual FGD.
The protocol was divided into three parts: the
introduction of the study and definition of key terms,
the actual discussion, and the closing. This protocol
was pilot-tested before it was implemented.
The FGDs were conducted by one of the researchers
who acted as a facilitator and a trained assistant. The
facilitator controlled the flow of the discussion by
providing and asking the set of questions provided in
the FGD protocol. The assistant took important notes
and documented the participants’ responses to the
discussion. The data collected in the FGD were also
audio- and video-recorded.
Intercoder Reliability
To make the analysis more reliable, another
coder was recruited and trained to analyze 50% of
the FGD transcript. Intercoder reliability was also
referred to as interrater reliability. This was a crucial
component in the content analysis of the FGD because
it helped me identify and conclude objective and
valid interpretations of the data. The intercoder was
a BSE English graduate with academic units in MA
in English as Second Language and was familiar with
English language studies, specifically on bilingualism/
multilingualism. In the case of the study, the level
of knowledge of the intercoder was found to be
sufficiently in line with the research objectives.
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Table 1
Code-Switching Versus Translanguaging
Code-switching Translanguaging
monoglossic: view of languages that assumes that
bilinguals have separate linguistic systems (Auer, 2005;
Myers-Scotton, 2005)

heteroglossic: bilinguals or multilinguals have a dynamic
and integrated linguistic system (Bakhtin, 1981; Bailey,
2007)

languages as isolated fragments

linguistic repertoire working in symbiosis

code-switching has associations with language separation
(Lewis et al., 2012)

translanguaging celebrates and approves flexibility in
language use and the permeability of learning through two
or more languages (Lewis et al., 2012)

combining separate language entities as an option for
students when they lack the vocabulary to express
themselves monolingually (Garcia & Wei, 2014)

use of more than one language to fulfill communicative
needs and establish cultural identities by means of
strategically selecting language features from their
language repertoire (Garcia & Wei, 2014)

preserves named language categories (Vogel & Garcia,
2017) (e.g., Filipino, English, Korean, French)

dismantles named language categories and takes up
an internal perspective to describe the languaging of
speakers (Vogel & Garcia, 2017)

focuses on form and structure

focuses on meaning and function

Translanguaging is described as a process of meaning-making which involves the use of the learner’s linguistic
repertoire in a dynamic and integrated manner (Garcia and Wei, 2014).
Translanguaging provides multilingual learners space where they are allowed to bring together different “dimensions
of their personal history, experiences, and environment; their attitudes, beliefs, and ideology; and their cognitive and
physical capacity into one coordinated and meaningful performance, transforming language learning and language use
into a lived experience (Wei & Ho, 2018, p. 38)

To ensure the transparency and replicability of the
data, the coding and analysis protocol was described to
the intercoder. The rules for coding and categorization
were explained via the Zoom meeting. The materials
for FGD were also given, such as the FGD transcript,
notes, protocol, and the initial list of codes. The
intercoder organized and categorized themes and codes
based on the initial list of codes found in previous
studies.
Coding and Analysis
The first step in analyzing the data was transcribing
the discussion, where the facilitator eliminated
the words and phrases irrelevant to the topic and
discussion. Second, the facilitator and an intercoder
coded the transcription. Both deductive and inductive
coding was used for the FGD. Before the conduct
of the focus groups, a list of initial codes based on

existing tools of previous literature was prepared.
After the coding, the data were analyzed by both
the facilitator and intercoder through deductive and
inductive coding. In inductive coding, open, axial, and
selective coding were utilized. First, in open coding,
concepts, interactions, and data were compared for
their similarities and differences and are also given
conceptual labels. Next, in axial coding, categories
were scrutinized and linked to subcategories, and their
relationships were tested against data. Lastly, categories
were integrated and merged around a main category
in the last coding step, selective coding (Strauss &
Corbin, 1998). For deductive coding, systematic data
coding was employed by classifying and organizing
the information based on existing categories while
discovering its patterns. Finally, a tabular result was
created to summarize all the categories, themes, and
codes reflected in the focus groups.
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Table 2

Interrater Analysis Sample
Uses of Translanguaging as
a Pedagogical Resource

Intercoder 1

Intercoder 2

Agreement

Remarks

FGD1_P4: “Very useful to understand different
information”

1

1

1

add

FGD1_P4: “help the students.. to comprehend and
understand present and previous information”

1

1

1

add

FGD2_ P3: “better grasp of the topic”

0

1

0

remove

FGD1_P2: “It strengthens the weaker language for
knowledge construction”

1

1

1

add

FGD3_P2: “Outlet to learn more about the language”

1

0

0

remove

FGD3_P4: “It will create fuller and greater
experience of the language”

0

1

0

remove

FGD1_P1: “I allow it in writing (in Literature class)
as they write poems, and they need to translate it in
English.”

1

1

1

add

FGD3_P2: “strategy (use of both languages) to
deepen different context of language”

1

1

1

add

FGD4_P1: “translate (from English to Tagalog and
vice versa) for deeper understanding”

1

1

1

add

FGD3_P3: “helpful in a way that if we know the
context and meaning of words, we can understand
better (integrate students’ language resource)”

1

1

1

add

FGD4_P1: “I need to translate it again for them to
understand the context and the lesson that we are
talking about”

1

1

1

remove

FGD3_P2: “create more meaning and to connect to
the students”

1

0

0

remove

Knowledge Construction
Recast and correct previous information

Strengthens the weaker language

Meaning-Making
Integrates students’ language resources and use of
both languages flexibly
(deepens understanding and helps provide relevance
and context)
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After categorizing themes, coding, and analysis
of the intercoder, the facilitator addressed several
discrepancies using an interrater analysis sheet. Figure
1 shows an interrater analysis sample indicating some
discrepancies and disagreements on the categorization of
themes. The intercoder and facilitator scheduled a video
conference call via Zoom meeting to discuss and clarify
such disagreements. For example, as shown in Figure
1, there are disagreements on the category “strengthens
weaker language,” specifically in the codes below:
FGD3_P2: “Outlet to learn more about the
language”
FGD3_P4: “It will create fuller and greater
experience of the language”
Through note-taking and discussion via Zoom
meeting, the facilitator and intercoder decided that
the codes found were vague and confusing relative to
the category; hence, they were removed. At the end
conference call, resolutions were made as to whether
codes will be removed or added to each specific
category.
After reaching a consensus with a 76.19% level
of agreement between the intercoder and facilitator,
discrepancies in coding and analysis were resolved.
After reaching a consensus, a final list of codes and
categories was consolidated and presented in a tabular
report shown in the results and discussion.

Results and Discussion
This section reports the findings of the focus
group discussion on how Senior High School teachers
describe the uses and benefits of translanguaging in
their classes.
Translanguaging as a Resource for Students
Table 2 shows FGD results, which uncovered the
uses of translanguaging as a pedagogical resource
for knowledge construction, meaning-making, and
problem-solving.
For knowledge construction, participants’ responses
about the use of translanguaging in accessing and
correcting previous information in class helped them in
the learning process. Subsequently, some teachers also
mentioned that translanguaging supported the students’
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weaker language. These results can be associated with
the theory of constructivism, where learners construct
their own learning. In this study, one of the teacher
participants in the FGD highlighted that through
translanguaging, students acquire fuller and greater
experience of the language, thus allowing them to aid
their weaker language and reshape their knowledge.
The use of diverse languages, primarily their native
language, in classrooms generates interactive and
dynamic experiences for students.
As shown in the results of meaning-making, it was
mentioned that translanguaging helps provide context
and relevance and deepen the understanding of the
learners. When a lesson is being discussed, students
are encouraged to use their language resources to
fully understand the lesson. It was reported that using
their native language and the target language flexibly
promotes a richer understanding of the content.
Translanguaging enables students to integrate their
lessons into their real-life experiences through flexible
access and use of the languages they are familiar with. It
is agreed that when students make use of their available
language resources, they can better make sense and
gain a deeper understanding of the lessons beyond their
theoretical concepts. Most notably, translanguaging
raises students’ metalinguistic awareness. For example,
the purposeful alternation of Tagalog and English is
viewed to be useful in supporting the Higher Order
Thinking Skills (HOTS) of the students. This indicates
that students can use their available languages to assist
their critical thinking, most especially in answering
“why” and “how” questions, which are crucial to their
meaning-making process.
In problem-solving, teachers reported that
translanguaging is being used as a scaffold in class
as this activates students’ schema or background
knowledge. This result is similar to the conclusion
of Sayer (2013) that translanguaging can be used in
activating the background knowledge of the students,
which provides a schema that helps them scaffold in
learning new and difficult concepts. As frequently
observed, teachers mentioned that translanguaging
is being used for extending help through translation.
According to one of the FGD participants, when
students have difficulty understanding and articulating
their thoughts, they use their native language before
translating it to the target language. As found in
the study, translation can be a solution to students’
problems in-class discussions or activities.
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Table 3

Uses of Translanguaging as a Pedagogical Resource
Use of Translanguaging in Knowledge
Construction

Participants’ Responses

Recast and correct previous information

FGD1_P4: “very useful to understand different information”
FGD1_P4: “help the students.. to comprehend and understand
present and previous information”

Strengthens the weaker language

FGD1_P2: “It strengthens the weaker language for knowledge
construction”
FGD1_P1: “I allow it in writing (in Literature class) as they
write poems, and they need to translate it in English.”

Use of Translanguaging in Meaning-Making

Participants’ Responses

Integrates students’ language resources and use of
both languages flexibly
(deepens understanding and helps provide
relevance and context)

FGD3_P2: “strategy (use of both languages) to deepen different
context of language”
FGD4_P1: “translate (from English to Tagalog and vice versa)
for deeper understanding”
FGD3_P3: “helpful in a way that if we know the context and
meaning of words, we can understand better (integrate students’
language resource)”
FGD4_P1: “I need to translate it again for them to understand
the context and the lesson that we are talking about”

Strengthens understanding of the features of
language and metalinguistic awareness
(Reinforces HOTS/ Critical Thinking)

FGD 3_P1: “use it when its “why” and “how” questions (critical
thinking)”
FGD4_P5: “use of translanguaging to target HOTS (higher order
thinking skills); exchange of discourse in a critical sense”
FGD4_P1: “I allow my students to use L1 in asking questions for
them to think critically when they are digesting the lesson of our
topic.”

Use of Translanguaging in Problem-Solving

Participants’ Responses

Identify and describe available knowledge in
solving tasks (use of scaffolding and schema)

FGD1_P3: “It can be used as a scaffolding for the students so
they can assess what they are going to do, and how they will be
able to think and express their ideas.”
FGD1_P5: “It allows students to use their prior knowledge or
schema in problem-solving”
FGD4_P3: “The logic is when you know the language that you
are using, it is easy for you to understand something, it is easy for
you to learn, it is easy for you to express yourself and it is easy
for you to solve problems.”

Solve managerial aspects (extending help through
translation)

FGD4_P5: “extend help through translation; problem-solution
setting”
FGD1_P2: “It [translation] helps most especially to those who
have difficulty understanding the lesson.”
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Teachers’ use of translanguaging
The focus group discussions were able to attest
to the existing use of translanguaging, such as (a) to
explain difficult concepts, (b) to give instructions, and
(c) to give feedback. These findings are in alignment
with those of De Los Reyes (2019). She found that
teachers used translanguaging to conduct class
discussions, give feedback, keep students on track,
and give instructions. Table 3 shows some examples
of participants’ responses.
The data above suggest that using
translanguaging as a pedagogical resource is
intentional on the part of the teacher respondents.
They understand that translanguaging is needed
for students to cope with the challenges in
their classroom and to provide a scaffold in the
learning process. Contrary to Nambisan’s (2014)
findings where teachers restrict the use of L1 to
discuss content and ask or respond to questions,
this study found that teachers use L1 to perform
these functions. FGD1_Participant 3 discussed
that when students participated in recitation,
they asked questions in the native language.
This was supported by FGD3_ Participant 4,
saying that they allowed the use of L1, most
especially in asking and answering why and how
questions. Similar to the findings of McMillan
and Rivers (2011), teachers were found to use L1
in providing clarifications to students. FGD3_
Participant 1 mentioned that students use their
L1 for clarifications.

Benefits of Translanguaging
When the teacher participants were asked about the
benefits of translanguaging in promoting PPST, they
shared that translanguaging supports the four domains
in the PPST content, knowledge, and pedagogy,
learning environment, diversity of learners, and
curriculum and planning. Table 6 shows examples of
their responses.
First, in the domain of learning environment,
participants asserted that translanguaging could give
opportunities to students to express themselves because
translanguaging extends their freedom in speaking
and sharing their experiences. Through the use of
translanguaging, students’ differences are accepted,
which results in good rapport and a fair learning
environment.
Second, participants highlighted the domain
of diversity of learners, which includes students’
background, culture, and language. Acknowledging
diversity and differences among learners positively
affects the understanding of broader and different
versions of realities. This can help students understand
concepts and view their learning from a perspective
they can relate to. Next, translanguaging is said
to promote the use of the mother tongue, which
helps students understand new concepts during the
discussion, contributing to the domain of content,
knowledge, and pedagogy.
Lastly, translanguaging was also found to be
important in curriculum and planning. During the

Table 4
Uses of Translanguaging
Uses of Translanguaging
To explain/ understand new/ difficult
concepts

Participants Responses
FGD1_P2: “it can help in achieving greater understanding in class”
FGD2_P1: “for instructions and understanding”
FGD3_P4: “it’s beneficial during explaining concepts”

To give instructions

FGD1_P3: “giving instructions”
FGD2_P1: “for instructions and understanding,.”

To provide/give feedback
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FGD 2_P3: “They appreciate the feedback more if the feedback is in the L1.”
FGD4_P5: “giving and receiving feedback”
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Table 6

Uses of Translanguaging in Promoting the PPST
Use of Translanguaging in PPST

Participants’ Responses

Learning Environment
(Fair learning environment; Support for
learner participation)

FGD2_P3: “It would embrace the differences of the learners; every
language is valid.”
FGD 3_P2: “Provides the freedom to speak your mind and share what
we have”
FGD4_P4: “We can give the students a chance for expressing
themselves”
FGD3_P1: “Establishes good connection”

Content, Knowledge and Pedagogy
(Mother Tongue, Filipino and English in
teaching and learning)

FGD1_P6: “teachers will illustrate on how the learners will
understand the new concept”

Diversity of Learners
(Learners’ gender, needs, strengths, interests
and experiences; Learners’ linguistic,
cultural, socio-economic and religious
backgrounds)

FGD2_P3: “Yes, because it acknowledges the diversity of the
learners”
FGD2_P3: “It would embrace the differences of the learners”
FGD4_P3: “We are being inclusive enough as teachers because we
are checking their background, cultural background”
FGD2_P3: “It would broaden our understanding of different
realities.”

Curriculum and Planning

FGD2_P3: “Curriculum planning, the way we view English is aligned
to the curriculum; It is now time to revisit the curriculum; be
flexible on the type of English we want to achieve”
FGD3_P2: “It can be applied to curriculum planning because it
creates diversified strategies”
FGD4_P5: “Translanguaging may help curriculum experts and
language planners for language inclusivity…Enrich the potential
and value of other languages, given the fact that English language
affects other languages here in the Philippines and now, it is about
time to encourage the language curriculum to include the basic
foundations since learning does not end in the classroom.”

focus groups, teachers acknowledged the advantages
of translanguaging, given that it is planned carefully
and thoroughly in the curriculum. Amid the positive
response towards the use of translanguaging in class,
teachers have reservations about the implementation
of this approach. They emphasized that although
translanguaging can bring diverse learning strategies
to students, curriculum and language experts and
teachers should study, plan, and exhibit a full grasp of
translanguaging before its implementation.
This finding on teacher acknowledgment of the role
of translanguaging in helping diverse learners address
the gaps in previous research. For example, Gepila
(2020) as well as Jorilla and Bual (2021) found that
teachers reported the need for more training on student

diversity management. Although student diversity is
a broad topic, training on translanguaging can be one
of the topics to aid teachers in practicing inclusivity
and in creating a supportive learning environment for
all kinds of learners.
In addition, the results of the focus group discussions
also uncovered the perception of teachers about the
other benefits of translanguaging. They also disclosed
how translanguaging could bridge the gap of multiple
languages inside the class and promote the identity of
Philippine culture. This might be why teachers become
more tolerant of different language use because of their
exposure to a more diverse background (Pohan et al.,
2009; Pulinx et al., 2017).
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Table 7
Other Potential Uses of Translanguaging in Learning
Other Uses of
Translanguaging

Participants’ Response

Bridging the Gap

FGD1_P1: “It bridges the gap (between languages)”
FGD2_P1: “processing or to bridge understanding, we can use multiple languages”

Growth of Identity, Culture,
and Language (Philippine
English)

FGD3_P6: “come up with our own identity; already speaking Philippine English;
growth of our own language”
FGD3_P4: “social-linguistically, it is ideal, and acceptable
FGD3_P3: “culture and language are enriched; combination of culture and meaning”

Diversity and Inclusivity

FGD3_P6: “inclusive and accepting everybody; it is empowering to have voice”
FGD4_P5: “linguistic inclusivity; language is dynamic”
FGD4_P5: “We have to embrace that concept because we need to prove that language
is dynamic, language dynamic, structural differences.”

Organizing thoughts in
the native language before
articulating it in English
(Metacognition)

FGD1_P3: “organize their thoughts in the native language and translate it to English”
FGD2_P2: “They think in Filipino but they translate and speak in English.”
FGD3_P6: “conceptualize in L1 then translate in English”

Most notably, significant responses from the
focus group found support for the students’ use of
translanguaging in their metacognition process. Aside
from plain translation (i.e., translation from English
to native language or vice versa), L1 is being utilized
by students to organize their thoughts in the native
language before they translate and communicate
them in the English language. Thus, it can be inferred
that L1 is being used in the metacognition of the
students substantially in processing their ideas before
articulating their thoughts in the target language
(English). This corroborates with several studies that
multilinguals enhance their resources to enable them
to perform metalinguistic tasks (Bialystok et al., 2008).
Despite the potential uses and benefits of
translanguaging, the teacher participants mentioned
some challenges that should be addressed in the
implementation of translanguaging. First, most
participants were particularly stern in using the
students’ native language in summative assessments.
Second, some teachers mentioned that translanguaging
might impede practice and proficiency in the English
language. Lastly, the FGD revealed that some teachers
were skeptical about using translanguaging because it
can be detrimental to students’ mastery of the macro
skills such as reading, writing, speaking, and listening,
which are needed in the pursuit of their careers. These
responses show the privileging of English among

the participants. Despite this, it is worth noting that
the respondents acknowledged translanguaging as a
resource. This perception may play an important role in
the future when translanguaging becomes mainstream
as a pedagogical practice.

Conclusions and Recommendations
The following are some of the contributions of the
present study to the field of translanguaging. First, this
paper explored the potential of translanguaging as a
pedagogical resource for meaning-making, problemsolving, and knowledge construction, which were not
rigorously discussed in previous studies. Second, the
use of translanguaging in senior high school has not
been explored in previous studies. Moreover, in the
process of the data gathering centered on grounded
theory, the study was able to operationalize and
develop a concept of translanguaging as the utilization
of the students’ linguistic repertoire, predominantly
their native language (i.e., Tagalog), as a pedagogical
resource to assist them in content and language learning,
perform classroom activities, support knowledge
construction, meaning-making, and problem-solving
processes in class, and help teachers develop the
domains of PPST in employing teaching strategies
geared towards a diverse and inclusive learning
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environment. Lastly, the present study found clear
support for a significant finding that translanguaging
can be utilized to enhance the metacognition and higher
thinking skills of the students in English classrooms.
This claims that students’ use of their native language
(i.e., Tagalog) does not equate to a lack of competency.
Instead, their native language allows them to “bring
together different dimensions of their personal history,
experiences, environment, attitudes, beliefs, ideology,
and their cognitive and physical capacity into one
coordinated and meaningful performance which can
transform language learning and language use into a
lived experience” (Wei & Ho, 2018, p. 38).
The results of this study shed light on the use
of translanguaging as a pedagogical resource in
knowledge construction, meaning-making, and
problem-solving. First, in knowledge construction,
translanguaging is being used to recast and correct
previous information and strengthen students’ weaker
language. Consequently, in meaning-making, it is
employed to integrate students’ language resources
and use of both languages flexibly, which helps in
providing relevance and context and strengthening
the understanding of the features of language and
metalinguistic awareness, which reinforces critical
thinking and higher-order thinking skills of students.
Lastly, in problem-solving, the use of translanguaging
is beneficial in identifying and describing available
knowledge in solving tasks and solving managerial
aspects, which are reflected in extending help through
translation.
Translanguaging was also found capable of
developing domains of the PPST, which are: (a)
content and knowledge; (b) establishing a fair
learning environment; and (c) diversity of learners in
classrooms.
The study also discussed teachers’ perceptions
about translanguaging as a pedagogical resource
in SHS subjects where English is the medium of
instruction. First, the respondents reported the uses
of translanguaging to enable low-proficient students’
participation, helping low-proficient students,
explaining and understanding difficult and new
concepts, giving instruction, asking and responding
to questions, and providing clarifications. Second,
they also agreed that it is a resource for learners for
meaning-making, problem-solving, and knowledge
construction. In addition, translanguaging is perceived
to be “transformative” in a way that it empowers

learners to exhibit critical and creative use of their
language resources (Wei, 2018). Third, the respondents
also support translanguaging because of its potential
to promote specific domains in the PPST: (a) content,
knowledge, and pedagogy where mother-tongue is
valued as in teaching and learning and classroom
communication strategies; (b) establishing a fair
learning environment which plans for management
of classroom activities and support for learner
participation; and (c) diversity of learners which
highlights learners’ experiences, interests, linguistic
and cultural background. This finding coincides
with Tan et al.’s (2012) and Woodley and Brown’s
(2016) that translanguaging allows a positive space
for learning where students’ cultural and linguistic
backgrounds are accepted to help them develop their
knowledge and create a “third space” (Soja, 1996) and
where students are permitted to generate and explain
their own thoughts and become accountable and coconstructors of their learning.
This leads the present study to conclude that
translanguaging as a pedagogical resource has potential
in Philippine English classrooms, suggesting that
language education policies be reviewed to address
teachers’ and students’ linguistic biases, which assume
that the English language is superior to local languages
(Monje, et al., 2019). As García and Kleyn (2016)
emphasized, the school has a crucial role in reinforcing
the use of students’ linguistic repertoire, encouraging
them to develop the competence to appropriately select
language and communication features applicable for
different purposes and contexts.
Based on the conclusions of the study, specific
recommendations are presented for further research
and development:
1.

2.

Quantitative research may be conducted such
as a survey questionnaire or experimentation
to discover other uses of translanguaging in
English classrooms.
The teacher education curriculum may be
examined to find out if translanguaging as a
resource is taught to future educators.
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